Abstract: This quasi-experimental study focused on the pedagogical knowledge base of teachers that promotes inclusive practices in ordinary schools in Buea Sub-Division of the South West Region of Cameroon. The study was based on the framework that teacher quality is an important factor in determining gains
INTRODUCTION
The imperative in recent years about improving learner outcomes is also about improving the quality of the teaching workforce. In recent years, however, recruiting and retaining quality teachers has become a challenge in many countries all over the world. In addition to the ageing of the teaching workforce, some countries experience high rates of attrition among new teachers and a shortage of quality teachers in high demand subject areas and disadvantaged schools. There is also concern about attracting high achieving and motivated candidates into teacher education programmes and the lowering of qualification requirements in the certification and licensing of new teachers.
Issues such as these have an impact on the quality of the resulting teaching workforce that is tasked with improving learner outcomes. For example, the ageing of the teacher workforce entails the loss of experienced teachers through retirement. High attrition rates among new teachers is costly to the system and may prompt education authorities to fill teacher shortages by lowering qualification requirements for the certification of new teachers or by assigning teachers to teach subjects, specific learners or classes for which they were not trained. In such cases, the quality of the teaching workforce is negatively affected.
BACKGROUND TO THE STUDY
Underlying the process of inclusion is the assumption that the general classroom teacher has certain knowledge and understanding about the needs of different learners, teaching techniques and curriculum strategies. Florian and Rouse (2009) state: ‗The task of initial teacher education is to prepare people to enter a profession which accepts individual and collective responsibility for improving the learning and participation of all children'. Savolainen (2009) notes that teachers play an essential role in quality education and quotes McKinsey and Company who say: ‗the quality of an education system cannot exceed the quality of its teachers'. Studies suggest (Sanders and Horn, 1998; Bailleul et al., 2008 ) that the quality of the teacher contributes more to learner achievement than any other factor, including class size, class composition, or background. The need for ‗high quality' teachers equipped to meet the needs of all learners becomes evident to provide not only equal opportunities for all, but also education for an inclusive society. Reynolds (2009) says that it is the knowledge, beliefs and values of the teacher that are brought to bear in creating an effective learning environment for pupils, making the teacher a critical influence in education for inclusion and the development of the inclusive school. Cardona (2009) notes that concentration on initial teacher education would seem to provide the best means to create a new generation of teachers who will ensure the successful implementation of inclusive policies and practices.
The OECD Report ‗Teachers Matter' recognises that the demands on schools and teachers are becoming more complex as society now expects schools to deal effectively with different languages and student backgrounds, to be sensitive to culture and gender issues, to promote tolerance and social cohesion, to respond effectively to disadvantaged students and students with learning or behavioural problems, to use new technologies, and to keep pace with rapidly developing fields of knowledge and approaches to student assessment. Teachers, therefore, need confidence in their ability and the knowledge and skills in inclusive education to meet the challenges that they will encounter in the present school climate (Carroll, Forlin and Jobling, 2003) . School-based training for teachers, aimed at supporting school development, can be particularly powerful in the early stages of the move towards more inclusive education. Many successful training programmes, therefore, have been based around providing external support to schools and at the same time enabling teachers in those schools to support each other (UNESCO, 2001) . A related issue, which is increasingly emerging in the literature, and particularly in evaluations of education projects/programmes, is the overall lack of practical, hands-on learning that teachers and trainee teachers are exposed to. This is particularly the case with pre-service training, which in many countries remain heavily biased towards learning the theory of inclusive education without opportunities to practice and gain confidence with teaching methods needed to support diverse learners. Research into pre-service training in low-income countries suggests that the dynamic linking of college-based learning to its application in the classroom is the exception rather than the rule (Matteson, 2006) . However, even in-service training provision can fail to offer school/classroom-based learning opportunities, instead focusing on learning theory in a workshop setting. The Rewrite the Future Programme is an initiative on improving literacy of teachers, supported by Save the Children Fund (2012). The training offered in many of the countries has focused on curriculum content, teaching methodology, child rights and teaching without physical and humiliating punishment, active teaching and learning methods, and language courses. An evaluation of the programme, covering Angola, Afghanistan, Nepal and South Sudan, -found that school-based training and cluster-based systems were proving effective in changing teacher beliefs and pedagogic practices and improving attendance and completion rates, with Angola showing the largest improvement in learning outcomes between and 2010‖ (Save the Children, 2012 . In Kyrgyzstan from 2003, training was conducted in a number of ‗pilot professional development schools' and also 84 cluster schools. Resource trainers acted as mentors to existing teachers in mainstream schools, and there was much sharing of experience at seminars. This helped teachers to tackle many existing obstacles to inclusion. The next step was to introduce the Index for Inclusion. This resource pack helps schools to change policies, practices and cultures within schools. Co-ordination of 44 groups of teachers, parents, administrators and children were formed. In addition, a course for university students was developed entitled ‗Inclusive Education Principles and Practices.' This was delivered by the Resource Trainers (Djumagulova, 2006) . Shenkuti and Focas Licht (2005) report on a project in Ethiopia supported by Save the Children through which resource teachers assist classroom teachers to find ways to include excluded groups in the learning process. Resource and classroom teachers received in-service training on the idea of ‗presence, participation and achievement' -three essential elements of inclusive education. As part of the training, the teachers had to go back to their classes and do observation and investigation work (into ‗presence, participation and achievement'). They presented case studies at the next workshop, and continued to do more observations and investigations after that. At a third workshop, teachers learned about action research (the ‗look-think-act ‗process), and were asked to return to their schools and carry out a simple action research cycle -identifying and analysing a barrier to inclusion and experimenting with some actions. At a fourth workshop teachers discussed their experiences, shared ideas and motivated each other to keep doing more action research to learn more about, and solve, more inclusion challenges. This approach to practical training not only helped teachers to respond better to children at risk of exclusion, but also helped teachers to start working together on solving problems, where previously they had all worked in isolation (and as a result had felt over-burdened).
UNESCO's Policy Guidelines on Inclusion in Education (2009) support the move towards schoolbased teacher education and highlights the importance of a shift away from theoretical pre-service teacher education towards ‗continuous in-service development' of teachers. This is linked to the principle of ‗universal design', meaning design that is appropriate for all, regardless of age, ability, characteristics. This is a principle that is promoted in the United Nations Convention on the Right of Persons with Disabilities (2006) . However, Rouse (2012) indicates that institutions have not transformed their programmes to reflect this principle, despite the reality of diversity in schools. Theory is important in the development of inclusive attitudes and values as part of a move to more school placement in initial training is welcome. This will only be as good the understanding of inclusion and the quality of provision for children with disabilities often the best professional development can be undercut by teacher's conservative ethos and attitudes. To be effective attention must be paid to a structured plan of post training implementation. However, in evaluating UNESCOs efforts in teacher education for inclusion, Tomlinson et al (2004) highlight some of the downsides to cascade training. -The cascade model was common but there are some dangers inherent in it: in that the message can become more diluted and potentially distorted or inaccurate the further down the cascade‖ (Tomlinson, Ridley, Fletcher-Campbell, 2004) . Stubbs (2011) , in reviewing teacher education for inclusion, rejects the cascade approach (a cost effective means of introducing educational change to large numbers of teachers) and points out that: -One of the main criticisms from teachers in many countries is that their initial training (and even any subsequent in-service training) involved insufficient or irrelevant practical experience in the classroom. The practical experience needs to reflect the theoretical input. In relation to inclusion, this means that trainee teachers need experience of working collaboratively in inclusive settings, being aware of their own assumptions and behaviours, and practising problem-solving and creative solutions‖ (Stubbs, 2011) . In a tightly controlled approach where implementation by the participants is monitored cascade training can be highly successful. For example the first attempt to use behaviourist approaches to children with severe learning difficulty (SLD) -the Education for the Developmentally Young-run by the Hester Adrien Research Centre in Manchester managed to launch this method into regular and equally successful, use in schools across England from a one week training course for one staff member from each local authority. This was made more incredible because a large part of the training was in schools with children with SLD. (McBrien, J, 1981) .
A qualitative study in the Kwa Zulu Natal Province of South Africa by Ntombela (2009) also highlighted the problems with a cascade approach. The research examined the extent to which, and the ways in which teachers in the Philani district were trained for the implementation of the Department of Education's 2001 Education White Paper 6 on Special Needs Education. The findings suggest that the cascade model was ineffective for disseminating innovations and preparing teachers for implementing these innovations. Teachers did not acquire adequate understanding of inclusive education and so the desired re-culturing of schools and classrooms did not occur -with knock-on implications for the implementation of inclusive school and classroom policies and practices. The World Bank has provided a useful list of the advantages of cascade training for teachers. These advantages include: participatory flexibility, field based and can train large numbers of teachers in a relatively short period of time, makes only moderate demands on professional training resources, is cost effective and empowering.
Since the adoption of the Cameroon's New Education Sector Strategy (2010 Strategy ( -2020 , the Ministries of Education, in collaboration with national and international partners are giving considerable attention to making the Cameroon school curriculum as friendly as possible for all learners. Sightsavers, Cameroon, an international non-governmental organization is in the forefront of this challenge and has provided remarkable initiative and leadership in terms of resource mobilization, in-service teacher training and advocacy (Tambo, 2014) . For example, following recommendations of a study conducted by Tchombe, 2012) on situational analysis on the policies, practices and barriers to inclusive education in Primary Education Sector in Cameroon, Sightsavers commissioned a review of the Cameroon's primary school curriculum. This review was followed by the organization, in collaboration with the Ministries of Basic and Secondary Education, of a workshop in Ebolowa from the 18 to 20 December 2013 to develop an operational plan for putting in place a pilot project on inclusive education in selected primary schools in Cameroon.
As an important step in this direction a consultancy team led by Professor Leke Tambo was assigned the tasked to prepare a project curriculum module for enhancing the capacity of primary school teachers, head teachers and inspectors in the implementation of inclusive teaching and learning in pilot schools. The Terms of Reference (TOR) for this project required the consultancy to -design inservice training modules on inclusive education to equip teachers, head teachers as well as school inspectors with appropriate skills to ensure effective teaching and learning for pupils with disabilities within the inclusive classrooms in selected pilot schools in the South West Region of Cameroon where Inclusive Education will be implemented.
The outcome of this project was a training workshop to train teachers and head teachers selected from five pilot schools in the South West Region of Cameroon organized in Limbe in December, 2014 by the Ministry of Basic Education with technical and financial assistance from Sightsavers, Cameroon. As a follow up to this imitative, Shey (2015) , conducted a study on effective teaching practices that can assist ordinary teachers in meeting the needs of learners with disabilities in ordinary schools in the South West Region of Cameroon. Participants were 87 ordinary school teachers from 5 pilot primary schools selected for in-service training on Inclusive Education by the Ministry of Basic Education and Sightsavers, Cameroon. Results showed a change of attitude on the teaching of children with disabilities by ordinary school teachers.
STATEMENT OF THE PROBLEM
One of the main conceptual divides in the world today, is between those who perceive inclusive education as a problem (or string of problems) that needs to be solved; and those who see it as a ‗driver' to improve education for all. In terms of teacher education, a perception of inclusive education as a problem to be solved may translate into the delivery of a relatively small number of separate training courses designed to help teachers learn how to solve a relatively narrow range of predicted inclusion problems. On the other hand, a perception of inclusive education as a driver for more far-reaching education system change may lead to reform of teacher education so that inclusion (and related principles of quality, flexible, participatory, learner-centred teaching) is embedded throughout all training. In Cameroon some research have been done on the area of teachers perspective on inclusive practices but no research exist on the pedagogical training of teachers to enhance inclusive practices. This is a gap in literature that this research was set out to address. Teacher training institutions in Cameroon have not reformed their programmes using the principles of universal design to ensure that inclusion is an essential element that is addressed throughout the training programme. They have held back progress in training teachers to acquire the useful competencies for inclusive practices. Teachers in Cameroon still express fear, anxiety and reluctance to include learners with special needs in the school system. There is a general feeling that they don't have the time, preparation, resources and skills needed in teaching children with special needs in the general education classrooms. This has contributed to ordinary teachers' lack of competencies in reducing barriers to learning and participation for all learners, not only for those with impairments but those who are categorised as `having special educational needs'. It is against this backdrop that a study was proposed on the effect of pedagogical knowledge training on the development of inclusive practices for primary school teachers in the South West Region of Cameroon.
OBJECTIVES OF THE STUDY
Specifically, the study sought to:  Investigate the relationship between teachers' knowledge of classroom management and the establishment of routines that free up time for small groups and individual instructions in ordinary classrooms.
 Determine the influence of knowledge of classroom assessment on teachers' ability to set high expectations for all learners in ordinary classrooms. (1913) . Skinner believed that we do have such a thing as a mind, but that it is simply more productive to study observable behavior rather than internal mental events. The work of Skinner was rooted in a view that classical conditioning was far too simplistic to be a complete explanation of complex human behavior. He believed that the best way to understand behavior is to look at the causes of an action and its consequences. He called this approach operant conditioning. Operant Conditioning deals with operants -intentional actions that have an effect on the surrounding environment. Skinner set out to identify the processes which made certain operant behaviours more or less likely to occur. Skinner's theory of operant conditioning was based on the work of Thorndike (1905) . Edward Thorndike studied learning in animals using a puzzle box to propose the theory known as the 'Law of Effect '. Jerome Bruner (1915-) If it is true that the usual course of intellectual development moves from enactive through iconic to symbolic representation of the world, it is likely that an optimum sequence will progress in the same direction. Optimal sequences cannot be specified independently of the criterion in terms of which final learning is to be judged. A classification of such criteria will include at least the following: speed of learning; resistance to forgetting; transferability of what has been learned to new instances; form of representation in terms of which what has been learned in terms of cognitive strain imposed; effective power of what has been learned in terms of its generativeness of new hypotheses and combinations. Instruction is a provisional state that has as its object to make the learner of problem-solver selfsufficient. The tutor must correct the learner in a fashion that eventually makes it possible for the learner to take over the corrective function himself. Otherwise the result of instruction is to create a form of mastery that is contingent upon the perpetual presence of the teacher.
THEORETICAL CONSIDERATIONS
The term ‗official pedagogic discourse' is derived from the work of British sociologist Basil Bernstein , who used it to categorize State discourses on education as revealed in government policy documents and statements, formal state-approved curricula, inspection and examination criteria. Official pedagogic discourse, Bernstein argues, establishes particular social relations between government agencies and those active in the field of education, including educational researchers and teacher trainers as well as teachers and regional administrators, offering each group more or less status and more or less agency in using different forms of pedagogic discourse, knowledge and practice. Through official pedagogic discourse, he argued, the State constructs boundaries between different subject areas; between different types of pedagogic institution; and between different categories of learner, offering each access to selected forms of legitimate knowledge. It thus not only impacts upon curriculum and classroom practices, but also offers different forms of specialized consciousness, and thus helps to construct different identities for different categories of learners. However, according to Bernstein teachers are themselves acquirers of particular forms of what Bernstein calls ‗official pedagogic discourse', theories of learning and pedagogy usually recontextualised in training courses, government policies, syllabus documents and then embedded in the craft knowledge teachers pass on to one another through their talk and practice. Power relations thus construct what is legitimate or not in classrooms, establishing a particular social order. Thus, through pedagogic discourse and its roots in and relationships to official pedagogic discourse, Bernstein attempts to explain the link between the micro-level of interactions between teachers and learners in the classroom and the macro-level of policy and state control. Lee Shulman's theory of pedagogical reasoning and action is related to his theory of pedagogical content knowledge and includes the following components: comprehension; transformation (preparation, representation, selection, and adaptation and tailoring to student characteristics); instruction; evaluation; reflection; and new comprehensions. The theory was presented to fourth-year Bachelor of Education (Secondary) business studies students at the University of Melbourne (Victoria, Australia) enrolled in a course linking discipline studies and education studies. The model was presented as a set of processes of central importance to the development of pedagogical content knowledge. Two assignments were made focusing on the model -one task required identification of a concept and a curriculum context and writing a report on ideas for the transformation of that concept for teaching purposes, and the other task required transformation of subject matter into a cohesive package of student exercises and activities, which are conceived as a particular form of representation of subject matter. Shulma's theory was seen as accessible and practical by almost all the pre-service teachers, as being robust and adaptable across specialist subject fields, and as having built-in variety through the widely inclusive notions of representational repertoire and instructional repertoire and combinations of the two. These two theories that form the base of this work are looked into extensively in the theoretical review section of chapter two of this study.
The theory of planned behavior (TPB), outlined by Icek Ajzen in 1988, is an extension of the theory of reasoned action in that it identifies the importance of assessing the amount of control an individual has over behaviors and attitudes (perceived behavioral control). The TPB takes into account that all behavior is not under volitional control and that behaviors are located at some point along a continuum that extends from total control to a complete lack of control. Control factors include both internal factors (such as skills, abilities, information, and emotions) and external factors (such as situation or environmental factors). The components of the model, as they relate to behavioral intention, include attitude toward the behavior, subjective norms, and perceived behavioral control.
This study considered that learner factors are part of, and independent with, the teaching-learning process. This implies that a teacher's knowledge goes beyond mere knowledge of content and classroom management, and should also include knowledge of learners and learning. Therefore, teacher pedagogical knowledge was conceptualized in this study as the pedagogical knowledge base of teachers that includes all the cognitive knowledge for creating effective teaching and learning environment for inclusive education practices. The general pedagogical knowledge of teachers (principles and strategies of classroom management and organization that are cross-curricular) was considered preferable in this study than the pedagogical content knowledge (the knowledge which integrates the content knowledge of a specific subject and the pedagogical knowledge for teaching that particular subject) because its psychological component account for the fact that learning occurs in a social context and learning success depends on the general cognitive and affective characteristics of individual learners.
The main indicators of teacher pedagogical knowledge used in this study were:
 Knowledge of classroom management. This was operationalized in the study as having a command of various teaching methods, knowing when and how to apply each method, maximizing the quantity of instructional time, handling classroom events, teaching at a steady pace, and maintaining clear directions in learning.  Knowledge of classroom assessment. That is, Knowledge of different forms and purposes of formative and summative assessments, knowledge of how different frames of reference (e.g., social, individual, differentiated and criterion-based) impact learners motivation to learn in inclusive settings.  Structure. Structuring of learning objectives, and providing feedback  Knowledge of individual learner characteristics. Having knowledge of the sources of learner cognitive, motivational and emotional heterogeneity.  Teachers' attitude. Change of teachers' mindset in dealing with heterogeneous learning groups in the classroom.
CONCEPTUAL REFLECTIONS
The key conceptual question that may arise from this operationalisation of general pedagogical knowledge is whether a cross-cultural valid instrument of teacher knowledge can be developed for inclusive education in Cameroon. This is because Cameroon has two sub-systems (the Anglophone and the Francophone sub-systems) of education. Since the way the brain processes information should be independent of the cultural context, by adapting a cognitive-psychological approach to teaching and learning, we assume that there is a fundamental pedagogical knowledge base for creating effective teaching-learning situations that is independent from culture. This hypothesis has, in fact, been tested in studies which show that a standardized instrument designed to investigate general pedagogical knowledge is valid cross-culturally (Carroll et al., 2003) .
Conceptualizing teacher pedagogical knowledge sometimes referred to as teacher knowledge base is a complex issue that involves understanding key underlying phenomena such as the process of teaching and learning, the concept of knowledge, as well as the way teachers' knowledge is put into action in the classroom. Several models exist that capture the complex process of teaching and learning. Some models see learning as a change in the learner's experience or knowledge that results from a change in the learner's environment. Some approaches consider the teaching learning process only from the perspective of teaching, while others take into account the learner's input in the process as well. In front of every teacher there are many demands and expectations set from professional and social environment in which they should rethink about self and vocation, define long term goals of pedagogical acting, knows the way of student learning, thinking, feeling and acting. Also, teachers develop skills that enhance personal satisfaction and effectiveness, but also knowledge and skills that encourage student self esteem. Complexity of teacher work demands competencies for every day dealing with student learning, emotional and behavioral characteristics (Carroll et al., 2003) .
This study described teacher competency as a complex combination of different knowledge, skills, understanding, values, attitudes and desire which will lead to effective inclusive best practices in Cameroon. It is necessary to understand the pedagogical competencies of teacher as continuing process which is permanently submitted to evaluation through the interaction with coworkers, students, parents and others (Ljubetić & KostovićVranješ, 2008) . Inclusive education assumed identification and elimination of existing and possible sources of exclusion or separation which represent limitation of opportunities for all students and in the same time examines features of school, teachers, students, teaching and learning (Slee, 2000) .
The study looked at some variables that have the most influence on the process of inclusion. Related to teacher education the following indicators were highlighted as competencies needed in order to build inclusive best practices in Cameroon ordinary schools. These competencies are:
 Clearly communicating expectations that engage all learners in learning.
 Setting high expectations for all learners.
 Establishing routines that free up time for small group and individual instructions.
 Spending time with learners who are struggling.
 Developing collaborative ways of working.
Teacher quality is an essential factor in learning (Blanton et al., 2003) . Considering the teacher as the most important factor of inclusive education process, he has an obligation to create appropriate and stimulating environment for learning. In dealing with professional demands on creating opportunities for easily learning, teacher has to possess specific professional and personal competencies. Personal competencies could be observed through the attitudes and motivation for teaching learners with special educational needs in regular schools settings and professional competencies through knowing the characteristic of children with special needs, recognizing abilities for and ways of learning. In the context of building an inclusive process in Cameroon, schools and classrooms meet various learners and challenges to deal with. Learners with special educational needs are included in regular schools with their peers. Some schools like in the case of nursery education have assistants to help in the classroom as only support to learners. The most of schools don't have any support, so the teachers manage with range of different demands in the classrooms. These issues all put together forms the background problem of the present study.
RESEARCH DESIGN
The experimental design was adopted. In the experimental method, the standard procedure is to manipulate one variable and then measure its effects on another. There are two general categories of the experimental design, that is, the true experimental design and the quasi experimental design. The category adopted for this study was the quasi-experimental design and the type of quasi-experimental design used was the Pre-Post Test Design with Non-Randomized Experimental and Control Groups. Quasi-experimental designs use comparison groups than randomly assigned control groups as the baseline against which net programme impacts can be measured. In a quasi-experimental design, the researcher substitutes statistical -controls‖ for the absence of physical control of the experimental situation. The three most common sources for such comparison groups are: (1) eligible nonparticipants in the same community, (2) individuals similar to the participants from an existing data base that contains the outcome measures of interest, and (3) individuals in a matched comparison site who would have been eligible for the programme if it were in that site. Evaluations using these kinds of comparison groups can effectively test for the effects of programme participation on outcomes under certain conditions. New analytical approaches can be used to control statistically for the effects of potential differences between treatment and comparison groups. These approaches require data on the outcomes of interest and their potential determinants for a period prior to programme implementation. If the data is available, models of pre-programme differences between the two groups can be estimated and tested and the results can be used to interpret post programme differences between the treatment and the comparison group populations (Heckman, Hotz, & Dabos, 1987) Breakwell, Hammond and Fiffe-Schaw (2004) comment that quasi experiments are often the best one can hope for as one does not always have any real ability to control the independent variables. There is always a possibility that any effects one shows are due to unforeseen confounding variables. Table 1 above is explained as follows: 1. X represents the independent variable, which was referred to as the experimental variable. The experimental variable has been put into a master plan of activities relating to each variable. Each sub-section of the master plan reflects training skill activities relating to a variable and a hypothesis. 2. Q1, Q2, Q3 and Q4 represent the dependent variable before and after the manipulation of the independent variable X. In this study it represents the pre-test, first formative evaluation, second formative evaluation and post-test respectively, administered before and after the experimental treatment. 3. G1 and G2 represent the experimental and control groups respectively.
Table1. The Pre-Post Test Design with Non-Randomized Experimental and Control Groups

POPULATION OF THE STUDY
The population of this study was made up of three hundred and eighty nine (389) Ordinary Primary Schools and two thousand eight hundred and eighty one (2881) 
Sample and Sampling Procedure
This section of methodology describes the strategies that were used in selecting the representative elements from the accessible population, that is, the respondents, and the participating schools. Fraenkel and Wallen (2000) define a sample in a research study as any group on which information is obtained. They go further to say that the larger group to which one hopes to apply the results of a study is the population. The sample of this study consisted of two ordinary primary schools and forty (40) ordinary primary school teachers selected from Government Practicing Primary School Buea Town (20) and Kingston Memorial Bilingual Nursery and Primary School Buea (20). Table 3   Table 3 above indicates the number of teachers by sex assigned to the experimental group per school. In Government Practising Primary School (GPPS) Buea Town, three (03) male teachers and seven (07) female teachers were assigned to the experimental group giving a total number of ten (10) teachers. Meanwhile in Kingston Bilingual Memorial School (KMBNPS) Buea two (02) male teachers and eight (08) female teachers were also assigned to the experimental group giving a total number of ten (10). Therefore, the total number of teachers in the two schools assigned to the experimental group was twenty (20). Table 4 Table 4 above indicates the number of teachers by sex assigned to the experimental group per school. In Government Practising Primary School (GPPS) Buea Town, one (01) male teacher and nine (09) female teachers were assigned to the control group giving a total number of ten (10) teachers. Meanwhile in Kingston Bilingual Memorial School (KMBNPS) Buea two (02) male teachers and eight (08) female teachers were also assigned to the control group giving a total number of ten (10). Therefore, the total number of teachers in the two schools assigned to the control group was twenty (20).
Table2. Showing Sample of the Study
Name of School Number of Teachers in Experimental Group
Number of Teachers in Control Group
Table4. Control Group
As indicted by tables 3 and 4 above, out of the forty teachers who took part in the study, twenty were assigned to the experimental group (intervention group) meanwhile the other twenty were assigned to the control group. Ten teachers in each school assigned to the experimental group took part in the training programme. These numbers of teachers were selected to take part in the training because of the researcher's conviction that more than ten teachers can be too disruptive to control, and thus become counterproductive. Small groups also give teachers a chance to observe others, practice with colleagues and receive feedback. It is on the basis of this that ten participants were selected from each school for training.
SUMMARY OF FINDINGS
Research hypothesis one: There is no significant relationship between teachers' knowledge of classroom management and the establishment of routines that free up time for small groups and individual instructions in ordinary classrooms. Results from data analyses revealed that there was a significant correlation between teachers' knowledge of classroom management and the establishment of routines that free up time for small groups and individual instructions in ordinary classrooms. The null hypothesis stated above was then rejected. To come up with the significance of this hypothesis, teachers' knowledge of classroom management was tested using four different evaluations. The results indicated that there was a noticeable progression between the pre-test and the post-test. The significant progression is theoretically supported by Embracing Diversity: Toolkit for Creating Inclusive Learning-Friendly Environments (UNESCO Bangkok, 2004) which is a toolkit that promotes and provides guidance on how to create an inclusive, learning-friendly environment (ILFE), which welcomes, nurtures, and educates all children regardless of their gender, physical, intellectual, social economic, emotional, linguistic, or other characteristics. In line with the professional development of practicing teachers, Siebert (2005) is of a contrary view and argues that teacher educators insist that their preparation programmes teach classroom organization and behaviour management skills, but the indication is that such skills are not taught thoroughly or with adequate supervision in a real classroom context. Berliner, 1986; Espin & Yell (1994) are of the opinion that the absence of supervised experience and professional development in the critical competencies of classroom organization and behaviour management significantly reduces the effectiveness of many teachers, especially new teachers.
The second hypothesis showed that there was a significant correlation between teachers' knowledge of classroom assessment and their ability to set high expectations for all learners in ordinary classrooms. The null hypothesis was therefore rejected and the alternative accepted. To come up with the significance of this hypothesis, the component -knowledge of classroom assessment‖ was tested using eight different indicators with four evaluations carried out. Results from all indicators of this component showed that there was a noticeable progression between the pre-test and the post-test levels but the progression coefficient dropped between the first formative evaluation and the second formative evaluation. This drop was noticed because teachers did not receive any training between the two test levels.
This noticeable progression between the pre-test and the post-test is supported by a survey of in-service teachers carried out by Stiggins in 1991. He found that approximately 50% to 75% of in-service teachers have taken at least one course in measurement and evaluation, as a part of their undergraduate or graduate professional preparation programme. Less than 1% of that population said that their course work in this area has provided them with a "relevant and helpful experience in terms of preparing them to meet the day to day demands of classroom assessment,".
Results from the follow-up carried out by me after the training programme indicated that the teachers set high expectations for all learners in ordinary classrooms. Chapman & King (2012) argues that when assessing students in the differentiated class, it is essential that assessment should be authentic; meaning that it offers students a variety of tasks demonstration in real-life skills, tells the educator if the student has acquired the skills or concepts, is based on standard criteria to achieve validity, and guides students for roles in adult life. As teachers face classrooms that are composed of a broad range of students, representing a wide variety of educational needs, one response to addressing students' varied academic needs is the philosophy of differentiation.
COMPARISON BETWEEN THE EXPERIMENTAL AND THE CONTROL GROUPS
Ordinary school teachers who took part in the study were without randomization assigned to two groups (experimental and control groups). Those who received training in pedagogical knowledge as mentioned in the training procedure in page 108 above, were assigned to the experimental group and those who did not were used as a control group. Results from the comparison of the two groups across the test levels (pre-test-post-test) indicated that the teachers who received training (experimental group) performed better than those who did not receive the training (control group). These results are indicative because they go in line with an earlier research conducted by Desimone et al. (2002) . Their findings indicated that teachers believed that a range of professional development sessions had an impact on them.
RECOMMENDATIONS
The researcher has argued in this research that ordinary school teachers may need more explicit and intensive instruction in smaller group settings in order conceptualized inclusive education and practice it in school settings. Therefore, teacher trainers should take as a matter of responsibility the integration of pedagogical knowledge training for inclusion in teacher training programmes. The study has also shown that when this is done effectively it will result in an improvement in pedagogical skills that will eventually lead to inclusive best practices in our ordinary school. It is against this background that the recommendations below are made.
 Basic education authorities could send a strong administrative message to the staff that they work collaboratively to affect positive changes in their daily practices.
 School administrators could create and nurture a culture in which pedagogical knowledge training for inclusive practices would be an important and ongoing component of the curriculum that benefits all teacher trainees.
 When preparing school programmes teachers could take into consideration the learning characteristics of children with special educational needs. Consideration could also be made on the fact that pedagogical knowledge training take much time, efforts, and practice to be effective.
 Systematic assessment before starting any training programme could also be made by teacher trainers. This will help in adjusting pedagogical instructions to meet the needs of all teachers in ordinary schools. Assessment data will help in determining the nature of performance deficits so that the right intervention techniques can be utilized.
 There is no one intervention technique to train a particular pedagogical knowledge. Different training techniques could be used by teacher trainers when conducting pedagogical knowledge training programmes and these techniques should vary based on the teachers' pattern of deficits.
CONCLUSION
Pedagogical Skill training has become a popular adjunct treatment for developing pedagogical skills that will lead to inclusive best practices in ordinary schools. Presently, pedagogical knowledge training is best viewed as an experimental intervention. The theoretical structure of pedagogical knowledge is incomplete resulting in problems in definition, measurement, and design. Specifically, further research is necessary to resolve issues regarding for example, duration of training, assessment instruments, packaging of training programmes, and contextual variables. The results of this study indicated that if ordinary school teachers who took part in the training were not trained in pedagogical knowledge this deficit will continuously leads to academic, social and emotional problems that will have negative effects on children with special educational needs in ordinary schools. From the study it was then concluded that the use of pedagogical knowledge training or instructions by teacher trainers could result in improved in-service teachers' abilities to establish routines that free up time for small groups and individual instructions, set high expectations for all learners in ordinary classrooms, clearly communicate expectations that engage all learners in learning, spend adequate time on learners who are struggling and develop collaborative ways of working by teachers. The researcher is of the opinion that pedagogical skill training which can improve pedagogical skills for inclusive practices should not be ‗razed' or ‗remodeled,' but instead ‗rebuilt' as part of the component of the initial training of both pre-service and in-service teachers. Until the rebuilding process is complete, pedagogical knowledge training is best viewed as an intervention that has received limited empirical support but, nevertheless holds promise for improving the pedagogical skills for best practices in inclusive education.
